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The purpose of the paper was to research the 
information on Blacks in the Exceptional Education Programs 
within the last ten years. This is important to the writer 
because people have been writing a great deal of information 
on this subject, and stressing the I. Q. difference. 
Background 
The Education for All Handicapped Children Act of 
1975 is not revolutionary in terms of what it requires nor 
is it revolutionary in terms of a role for the federal 
government. It represents the standards that have over the 
past eight years been laid down by the courts, legislatures, 
and other policy bodies of our country. Further, it repre­
sents a continued evolution of the federal role in the educa­
tion of children who have handicaps. 
Most importantly, the Act reflects the dream of 
special educators and others concerned about the education 
of children with handicaps for it has been the hope of our 
field that we as special educators would one day be able to 
assure every child who has a handicap an opportunity for an 




educational services for these children, that we would be 
unfettered by inappropriate administrative constraints, and 
that we would not always have to temper critical decisions 
about children's lives by the inadequacy of public resources. 
In this sense, the All Handicapped Children Act of 1975 be­
comes the national vehicle whereby the promises of state and 
local policy that we have heard for so long, and the dreams 
that we in the profession have hoped for, for so long, may 
become a reality. 
The Act, however, will only work if we and others make 
it work by using the procedures set forth in the law. To 
do this, we must all learn what the Act requires, what it 
does not require, what our responsibilities are, what the 
responsibilities of others are, and what the procedures of 
the Act offer to those who would like to see it fully 
implemented. 
A major component of the Exceptional Education problem 
is labeling and classification. Substantial evidence was 
gathered which supported the claim that schools too often 
assigned labels, subjected children to individual psychological 
assessments, and altered the educational status without 
appropriate supporting data and often without parental 
knowledge. 
The classification of children with handicaps by 
categorical labels was shown to produce major problems. 
Labeled children were often victimized by stigma associated 
with the label. This may be manifested by isolation from 
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usual school opportunities and taunting and rejection by 
both children and school personnel. In the latter instance, 
it may be overt or unconscious. 
Assigning labels to children often suggested to those 
working with them that the children's behavior should conform 
to stereotyped behavioral expectations associated with the 
labels. This often contributes to a self fulfilling prophecy 
in that a child, once labeled, is expected to conform with the 
stereotyped behavior associated with the label and ultimately 
does so. When a child is labeled and placement is made on 
the basis of that label, there is often no opportunity to 
escape from either the label or the placement. 
Children who were labeled and placed in educational 
programs on the basis of that label may often not need special 
education programs. This is obviously true for children who 
are incorrectly labeled, but it also applies to children 
with certain handicaps, often of a physical nature. The 
fact that a child is physically handicapped does not mean 
that special education is required. 
Other researchers questioned the alleged preponderance 
of minority group children found in special education classes. 
Studies conducted by the California State Department of Educa­
tion, for example, discovered that while Spanish surnamed 
children comprised only 13 percent of their total school 
population, they accounted for more than 26 percent of the 
students in their classes for the educable mentally retarded. 
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Scope and Limitations 
What has happened to minority Exceptional Education 
children and especially Blacks within the last ten years, 
from 1969 to 1979? 
Definitions 
Special education is defined in P. L. 94-142 as 
" ••• specially designed instruction, at no cost to parents 
or guardians, to meet the unique needs of a handicapped 
child, including classroom instruction, instruction in 
physical education, home instruction, and instruction in 
hospitals and institutions." 
The key phrases in the above definition of special 
education that impinge upon the IEP are "specially designed 
instruction • • • to meet the unique needs of a handicapped 
child." Again, by definition, then, special education is 
special and only involves that instruction which is specially 
designed and directed to meet the unique needs of a handi­
capped child. Thus, for many children special education 
will not be the totality of their education. Furthermore, 
this definition clearly implies that special proceeds from 
the basic goals and expected outcomes of general education. 
Thus, for example, intervention with a child does not occur 
because he is mentally retarded but because he has a unique 
educational need that requires specially designed instruction. 
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Equally important to understand is the concept of 
related services which are defined in the Act as: tlTransporta­
~, and such developmental, corrective, and other suppor­
tive services (including speech pathology and audiology, 
psychological services, physical and occupational therapy, 
recreation, and medical and counseling services, except that 
such medical services shall be for diagnostic and evaluation 
purposes only) as may be required to assist a handicapped 
child to benefit from special education, and includes the 
early identification and assessment of handicapping conditions 
in children. 1t 
The key phrase here is lias required to assist the 
handicapped child to benefit from special education. n This 
leads to a clear progression: a child is handicapped 
because he or she requires special education and related 
services; special education is the specially designed instruc­
tion to meet the child's unique needs; and related services 
are those additional services necessary in order for the 
child to benefit from special educational instruction. 
The term "individualized education program" itself 
conveys important concepts that need to be specified. First, 
"individualized" means that the IEP must be addressed to the 
educational needs of a single child rather than a class or 
group of children. Second, "education" means that the IEP 
is limited to those elements of the child's education that 
are more specifically special education and related services 
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as defined by the Act. Third, Itprogram tf means that the IEP 
is a statement of what will actually be provided to the child, 
as distinct from a plan which provides guidelines from which 
program must subsequently be developed. 
Summary Statement 
Within the last ten years from the present research, 
there seem to be more minorities and especially Blacks in 
the Exceptional Education Programs mainly based upon low 
I. Q. difference. There is a problem with more Black 
children in Exceptional Education Programs and the purpose 
~ to investigate this situation. The purpose, back­
ground, scope and limitations and definitions were stated in 
Chapter I. In the next chapter, (II), the literature is 
reviewed. 
CHAPTER II 
A REVIEW OF RECENT LITERATURE 
Theories 
Kennedy (1969), presents 
A reassessment of a representative sample of the stratified, 
random sample of 1,800 Negro elementary school child~en 
from California were tested in the fall of the 1960 academic 
year. The mean of the Stanford-Binet, Form L-M, in 1960 
was 79.2; in 1965 it was 79.4, a nonsignificant change. 
The standard deviation in the sample increased from 12.6 
in 1960 to 14.3 in 1965, and the range in scores increases 
slightly. Although there was a tendency for the I.Q.s to 
remain constant across grade level, as had been observed 
in 1960, there was again the obvious decline in I.Q. associa­
ted with chronological age • • •• The California Achieve­
ment Test data revealed a continuation of the trend, so 
clearly noticed in 1960, for Negro children to continue to 
fall behind academically, such that the amount of retarda­
tion at the 10th grade level is severe. Although the number 
of dropouts in the sample thus far has been small, never­
theless the children are clearly in serious academic 
difficulty when compared with the national normative 
sample. p. 56 
Jensen (1969) compared two groups of four to fourteen 
year old Caucasian, Negro, add Mexican-American children, 
one of low socioeconomic status (SES) and one of middle- and 
upper-middle-SES on associative learning tests (free recall, 
serial learning, paired-associate learning, and digit span) 
and standard intelligence tests (Stanford-Binet, Peabody 
Picture Vocabulary, Progressive Matrices). 5s from a low-
SES background with I.Q.s of 60-80 performed, in general, 




middle-SES Ss in the same I.Q. range. However, the learning 
performances of low-SES S8 of above average I.Q. were not 
significantly different from those of middle-SES S8 of the 
same I.Q. Results are interpreted in terms of a two-level 
hierarchical model of mental abilities, going from associa­
tive learning to cognitive or conceptual learning and problem­
solving, in which the development of the lower-level associa­
tive abilities is necessary but not sufficient for the develop­
ment of higher-level conceptual abilities. 
Vroegh and Handrich (1969) reported that the Howard 
Maze Test for children and the Goodenough-Harris Draw-A-Man 
Test were administered to thirty-one disadvantaged Negro 
and forty-two Caucasian advantaged four and five year oids. 
Teachers rated each child for Itstimulus seeking.1t I.Q. was 
unrelated to maze and to Draw-A-Man scores. Advantaged 
children had higher stimulus-seeking scores than did the 
disadvantaged. Correlations of maze scores with stimulus­
seeking ratings were low. 
Kay (1970) oonducted a study wherein Negro and White 
eight-year-old boys from lower- and upper-Middle-class homes 
were given the WISe in order to determine group patterns of 
intellectual abilities. Results showed lower-class 55 of 
both races obtained the lower scores, but configurations of 
scores for each group were similar. A few differences were 
found between socioeconomic groups, not between races. 
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Chovan and Hathaway (1970) investigated the nature 
and extent of cultural differences operating in measures 
of intelligence, recall and motor coordination using fifteen 
five and one-half year-old Negro children from the lower 
socioeconomic class and fifteen \Vhite children from the 
middle socioeconomic class. SS were administered the Kahn 
Intelligence Tests: Experimental fonn (KIT), ~1ain scale, and 
optional scales of recall and Motor Coordination. Results 
suggest ttthat the difficulties encountered by the disadvan­
taged child in taking intelligence te-sts depended not only on 
the extent of verbal or cultural elements in the test content 
but also on the intellectual or order operations underlying 
the test objective" (P. 16). 
Dusewich (1970) exposed ten disadvantaged Negro two 
year olds to an academic preschool enrichment program of 
programed sequences of environmental interactions after 
sensory training. Cognitive ability on the Slosson Intelli ­
gence Test showed a mean gain in MA of 6.94 months, represent­
ing a growth rate of 3.45 times the normal over an average 
1.56 month period. Results of the Vineland Social Maturity 
Scale showed a mean gain of 2.88 months for a mean growth rate 
of 1.85 times the normal. nIt is suggested that early child­
hood and preschool programs might well profit from an emphasis 
on fundamental abilities and working with children under 
three years of age" (p. 86). 
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Goolsby and Frary (1970) administered a battery of 
tests including the Metropolitan Readiness Test (MRT), the 
Otis-Lennon Mental Ability Test, the Metropolitan Achievement 
Tests, and the Botel Reading Inventory to children in inte­
grated and segregated schools. Inter-correlations between 
the tests were computed. Correlations of MRT with subse­
quent achievement tended to be higher among Negroes. Factor 
analyses of the data from the two races revealed similar 
factors. Factor I had more MRT loadings in the Negro than 
in the Caucasian group. 
Kuttner (1970) tested the hypothesis that environ­
mental factors must be identified and equated before genetic 
influences can be considered in comparative studies of group 
achievement. In a national survey, American Indian children 
excelled Negro children on several scholastic tests. Accom­
panying data ranked Indian students below the Negro in socio­
economic and psychological factors, i.e., ambition, motiva­
tion, and self-concept. It is concluded that l1evidence of 
genetic components in group performance can be obtained with­
out • • • equating all known and suspected environmental 
factors" (p. 42). 
In a study by Bonner and Belden (1970), sixty sixteen 
to seventeen year old Negro senior high school students, who 
were not special education students, and who were normally 
intelligent, served as SSe Ss were individually tested, and 
first given the WAIS test followed immediately by the Peabody 
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Picture Vocabulary Test (PPVT). There was a positive 
significant correlation between the WAIS and the PPVT. The 
I.Q. estimated by use of the PPVT was somewhat lower than 
that estimated by the WAIS. The possibility of using PPVT to 
predict or estimate WAIS scores for this population of Negro 
seniors does exist, although the standard error of estimate 
is very large. 
Burnes (1971) administered the WISe to forty \Vhite and 
thirty-eight Negro eight-year-old boys. The E and an 0 
independently scored the S's behavior for attention, energy 
level, social skill, task persistence, and concern about per­
formance. Thirteen clinical psychologists completed a 
questionnaire ranking behaviors considered important to per­
formance on each of the WISe subtests. Fifteen hypotheses 
resulted, eight involving attention and none involving concern 
about performance. Analysis of scores and ratings produced 
eight significant relationships, three involving concern 
about performance. Emphasis on attention was found to be 
greatly overestimated. Sixteen correlations were significant 
for race and socioeconomic status. "Results indicate that 
(a) most of the clinically assumed relationships do not exist, 
and (b) the importance of test behavior to performance may 
vary among groups of children and tasks ll (p. 26). 
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A significant correlation (-.44, pOl) of the Bender­
Gestalt as scored by the Koppitz system with the WISe Full 
Scale I.Q. was reported by Cerbys and Izuelan (1971), in a 
sample of forty Negro school children as attributable mainly 
to the association between the Bender and the Performance 
subtests. The Bender-Performance I.~. correlation (-.72) was 
significantly higher than the Bender-Verbal I.Q. correlation 
(...14) and was significantly higher in a It referral It subgroup 
(-.89) than in the normal 58 (-.58). 
To determine if individual or objective mental 
ability tests provide more accurate information with cul­
turally deprived children when they reach primary grades, 
the Science Research Associates' Primary Mental Abilities 
(PMA) Test K-l was administered in the first grade to sixty­
two former Head Start \~ite and Negro boys and girls as 
reported by Parker, Stern10f and McCoy (1971). The Columbia 
Mental ~1aturity Scale, Goodenough Draw-A-?vlan Test, and Vine­
land Maturity Scale were administered six months earlier. 
On the PMA, significant differences were found for Verbal 
Meaning, Number Facility, and Total Score for the four groups, 
with scores for White higher than for Negroes. 'Vhite boys 
exceeded girls on all subtests, while Negro boys exceeded 
Negro girls except on Total Score. Perceptual Speed scores 
were elevated b~yond other scores for all but White girls. 
Whites exceeded Negroes by an average of nine months on the 
P~IA, while on the Columbia ~Iental Maturity Scale the difference 
was thirteen months. Subject to the users' understanding of 
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the PMA, it appears to be reasonably applicable for use 
with ethnic and culturally deprived groups in primary grades 
and could serve as an alternative to individual mental ability 
testing. 
Goldstein and Peck (1971) studied the I.Q.s of fifty­
two Negro and forty Caucasian children attending an inner­
city child guidance clinic. Scores on the WISe and the 
Goodenough-Harris Drawing Test (Draw-A-Man) were compared. 
Caucasian males (n = 22) scored significantly higher (p .001) 
than Negro males (n = 34) only on the verbal section of the 
WISe. The similarities score of Negro males with low vocabu­
lary scores was significantly higher (p .001) than their 
vocabulary scores. Caucasian females (n = 18), however, 
achieved significantly higher scores (p .001) than Negro 
females (n = 17) on verbal performance, and full scale I.Q.s 
as well as on the drawing test. The differences in presenting 
symptomatology of Negro and Caucasian girls is seen as a 
determinant of these cognitive differences. 
Gregg and Sanday (1971) discussed the relative impor­
tance of genetic and environmental components of differential 
intelligence. An alternative hypothesis was presented to that 
of A. Jensen's view that the mean differences in I.Q. between 
Blacks and \Vhites has a genetic basis. It was concluded that 
heritability estimates are only measures of the proportion 
of the variance due to genetic differences, not measures of 
the extent to which a trait is determined as asserted by 
Jensen in his 1969 study. 
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In 1972, Gaudia administered a series of standardized 
conservation tasks to 126 lower-socioeconomic status Indian, 
Negro, and Caucasian children in the first grade. The tasks 
included the conservation of area, number, continuous and 
discontinuous quantity, weight and mass. Significant dif­
ferences were found among the groups on age of acquisition of 
conservation. The entire research sample differed significant­
ly from the racially and socially heterogeneous norming group. 
Age of acquisition of conservation was at least a year retarded 
in the Negro sample and in lower socioeconomic status children, 
with children showing the most retardation. There were 
significant correlations between conservation and CA and I.Q. 
within all groups at every age level. (28 ref.) 
Several writers in recent years have defended the 
thesis of genetically based Caucasian cognitive superiority 
over Negroes. Some claim that percentage of Negro ancestry 
is correlated with I.Q. Puerto Rico provides an important 
contrast to the United States. To be called Negro in Puerto 
Rico one has to be almost a full-blooded Negro. In the 
United States if one has any Negro ancestry at all, he is 
called Negro. Data from a stratified random sample of 
sixteen to sixty-four year old Puerto Ricans show clearly that 
I.~. is much more closely correlated with the prejudice line 
than with the genetic line (Greene, 1972). 
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Starr (1972) reviewed the racial comparison literature 
and discussed the cultural conflict, and educational depri­
vation hypothesis. Thirty-six hundred Negro and Caucasian 
fifth graders and 4,000 Negro and Caucasian eleventh graders 
were tested on the Psychosocial Maturity Scale (B. Greenberger, 
p. Campbell, A. Sorenson, and J. O'Conner [see PA. Vol 47: 
2590J). A clear-to-moderate race effect was found with 
Negroes scoring lower than Caucasians. Girls scored higher 
than boys, but the effect was negligible. A large effect 
due to grade level was found, as expected. ~1u1tivariate 
analyses indicated significant but small main effects for sex 
and race. Findings were primarily due to differences on the 
Independence subscale where girls scored higher than boys 
and Caucasians higher than Negroes. It was suggested that 
the failure to obtain other hypothesized race differences may 
have been due to the inadequacy of the subsca1es or the 
incorrectness of the hypothesis. 
Alcorn and Nicholson (1972) administered to a total 
of 114 Black and \~ite fourteen to nineteen year olds with 
I.Q.s of below 90 the (a) Slosson Drawing Coordination Test; 
(b) WIse or WAIS; (c) Benton Visual Retention Test; and (d) 
Raven 1 s Progressive Matrices. Moderate to low correlations 
of the Slosson with the other tests indicate that the Slosson 
aids in the identification of visual-perceptual or motor 
coordination problems with adolescents of below average 
ability. Some racial differences were reflected in the 




Kaufman (1972) compared the Wechsler Preschool 
and Primary Scale of Intelligence Verbal (V), Performance 
(p), and Full Scale (FS) I.Q.s of Blacks and \Vhites who 
were matched on five variables including father's occupation. 
One hundred thirty-two matched pairs (four to six and one-half 
year olds) were obtained from the standardization sample. 
The Whites had significantly higher V and FS I.Q.s at all 
age levels, but the differences were about ten points, rather 
than the fifteen usually reported. P, however, was not 
significantly higher in five to six and one-half year oIds, 
and the differences in P scores decreased almost linearly 
with increasing age. Implications of the results in relation 
to school experiences were discussed. 
Elenbogen and Thompson (1972) investigated the relative­
ly poor performance of lower class children on tests of 
auditory discrimination. Each of thirty White middle- and 
fifteen Black lower-class kindergartners was individually 
administered two tests of auditory discrimination: the Wepman 
Auditory Discrimination Test and a modified \vepman in which 
phonemes were exchanged between word pairs to create nonsense 
syllables. Social class differences in error scores disappeared 
with the use of the distorted form of the Wepman. Results 
suggest that the Wepman may measure a vocabulary factor in 
addition to auditory discrimination. 
In Jensen's (1971) study, large representative 
samples of Negro and Mexican-American children from kindergarten 
to eighth grade in largely de facto segregated schools were 
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compared with White children in the same California school 
district on a comprehensive battery of tests of mental 
abilities and of scholastic achievement, in addition to per­
sonality inventories and indices of socioeconomic and cultural 
disadvantage. It was found that when certain ability and 
background factors are statistically controlled, there are 
no appreciable differences in scholastic achievements (Stan­
ford Achievement Tests). Moreover, there was no evidence of 
a "cumulative deficit,1I when the majority-minority differences 
were measured in standard deviation units. It is concluded 
that schools in the districts do not cheat minority students 
in terms of conventional educational criteria, but that might 
be concluded were it shown that their ability patterns re­
quire different instructional approaches to optimize their 
scholastic learning. Marked differences, not only in over­
all level of ability but also in the pattern of abilities, 
were found between all three of the ethnic groups. 
Jensen (1972) discussed his controversial theory 
that differences in the educability and intelligence between 
United States \Yhites and United States Blacks are generally 
genetic in nature. The assertion is discussed that an 
ideology of social equality though well intentioned has pre­
vented public education in the United States from facing what 
he sees as strictly an issue of racial inferiority. 
18 
Verhaegen (1972) rejected Jensen's position that mean 
differences in I.Q. between White and Black subgroups in the 
United States are due almost entirely to genetic factors. 
Comparability of intelligence scores is presented as diffi­
cult to evaluate at best in the presence of cultural diffi­
erences. A recent trend of more United States lihite families 
adopting Black children will also require longitudinal studies 
of this new subgroup in an old nature-nuture controversy. 
In a study by Anastasiow and Stayrook (1973), the 
differences and similarities in the language miscues of ten 
Black educable mental retardates (EMRs) and three non­
retarded Black groups were investigated in which twenty-seven 
kindergartners, thirteen first graders, and thirty-three 
fourth to sixth graders (CA peers of the EMR groups) were 
studied. Responses to a variation of Menyukls repeated 
sentence task were analyzed. The sentences employed a wide 
variety of basic sentence types and syntactic structures. 
It was found that EMRs were similar to their CA peers on 
concrete word errors, and similar to kindergartners on 
function-word errors. These results lend support to the 
hypothesis that EMRS have a slower rate of language develop­
ment, and suggest that existing language programs for EMRs 
should concentrate on function words. 
John (1971) presented a refutation of Jensen's view 
that Negroes are genetically inferior in intelligence. Four 
alleged fallacies in his reasoning are discussed: the 
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measurability of intelligence by existing tests, the idea 
of equal opportunity for the tested, the effects of the 
biological environment on intelligence, and the notion of 
I1cultural deprivation_" 
Biesheuvel (1972) presented a critical evaluation of 
Jensen's hypothesis, first propounded in 1969, that the 
differences in performance of Black and White Americans at 
school and in intelligence tests must be ascribed more to 
genetic than to environmental factors. It is proposed that 
although there is nothing in evolutionary or genetic theory 
to discount such a hypothesis, strict scientific 
supporting evidence for it is still lacking. Specific 
points in Jensen's thesis that are criticized include: 
(a) his use of I.Q. as a behavioral entity rather than as 
a relative statistical index; (b) his treatment of environ­
ment, which is too coarse to establish the full range of 
causal relationships, and specifically his reliance on 
results of studies wherein control was exercised cross­
sectionally in time and not longitudinally; and (c) his 
discounting of the effect of poor motivation on the test 
performance of Blacks. It is strongly stressed that the 
available scientific evidence on genetic determination of 
race differences does not justify categorical statements 
having a major impact on public policy and race relations. 
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Furby (1973) examined within-group heritabilities 
to determine the sources of between-group differences. The 
four logically possible combinations of within-group herita­
bilities were examined along with their implications for the 
sources of between-group differences. In all cases, it was 
found that relative heritabilities alone do not suggest the 
nature of the between-group differences. However, when 
the shapes of the empirical distributions are examined along 
with the relative heritabilities, the sources of between­
group differences are at least strongly suggested. In partic­
ular, the present knowledge of the relative shapes and 
heritabilities of the I.Q. distributions for Blacks and \Vhites 
suggests, but does not prove, that Blacks and Whites have 
similar genotypes for I.Q. but differ on I.Q.-determining 
environmental factors. 
Croake, Keller, and Catlin (1973) administered the 
Rutgers Drawing Test (ROT), the Wechsler Preschool and Primary 
Scale of Intelligence (\~PSI), the Draw-A-Man Test (DAMT), 
and the Goodenough~Harris Drawing Test (GHDT) to sixty-
three three to five year old lower socioeconomic Black boys 
and girls. Thirty-eight 5s were tested again one year 
later. Mean I.Q.s were consistently higher for girls, 
post-tests, and the performance scale, and decreased with 
age. Highest scores were found for the \~PSI, followed 
in order by the DAMT, GROT, and ROT. Correlations indicated 
that the \VPPSI had the highest temporal stability followed 
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by the GHDT, ROT, and the DAMT. Interest correlations 
were higher for girls, the younger age groups, and for 
performance scales. '~PSI I.Q.s correlated highest with 
the GHDT. 
Mensing and Traxler (1973) assessed differences in 
the cognitive abilities of Black children from two socio­
economic groups, using Jensen's theoretical model of 
intelligence. Black fifth-grade children, thirty lower class 
and twenty middle class, were randomly assigned to one of 
two free-recall tasks, a Level I task using twenty unrelated 
items, and a Level II task using twenty items in four 
categories. All S8 were given an I.Q. test and the Raven 
Coloured Progressive Matrices. Results indicate signifi ­
cant socioeconomic differences in I.Q. and progressive 
matrices scores but no significant socioeconomic differences 
in the Level I and Level II analyses. These findings are 
discussed within Jensen's theoretical framework. 
Scrofani, Suziedelis (1973) tested Jensen's 1969 
theory of inherent conceptual ability differences between 
groups of different socioeconomic status (SES). Three 
hundred eighty-two fourth graders of all SES levels were 
trained in concept formation. A significant number of low­
SES Ss were able to achieve middle class performance levels 
in conceptual tasks. Ability to profit from training was 
related to the developmental measures of cognition. No 
sex, age, or racial differences were found. 
22 
Dobzhansky (1973) argued that Jensen's method of 
studying I.Q. differences between Blacks and Whites (with 
supposedly equally favorable environments) is inadequate 
because regardless of social class, Blacks feel the effects 
of racial prejudice. lVhile there are data which support the 
interpretation that socialeconomic class rather than genetics 
account for racial differences in I.Q., there are not enough 
data to prove the position. It is considered more important 
for values to change so that differences among people are 
not viewed as deficits. Thus, all would have equal status 
regardless of vocation or ability. 
Kresheck and Nicolosi (1973) studied difference in 
performance on the Peabody Picture Vocabulary Test (PPVT) 
between fifty Black and fifty \Yhite five and one-half to 
six and one-half year old children. Form A of the PPVT 
was administered by the school speech clinician. Results 
show that \Vhite children scored significantly (p .001) 
higher than Black children. Black Ss scored about one year 
and ten months lower than '~ite S8 with regard to mental 
age. It is concluded that the PPVT appears to be unsuit­
able for testing Black children's receptive vocabulary. 
Kaufman (1973) compared the Wechsler Preschool and 
Primary Scale of Intelligence Verbal, Performance, and Full 
Scale I.Q.s of Blacks and lVhites who were matched on age, 
sex, geographic region, father's occupation, and urban-rural 
residence. A group of 132 four to six and one-half year old 
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pairs was obtained from the standardization sample of 1,044 
Whites and 156 Blacks. The l~ites had significantly higher 
Verbal and Full Scale I.Q.s at all age levels. Performance 
I.Q., however, was significantly higher for the \Vhites in 
the youngest group (ages four to four and one-half) but not 
for those aged five to five and one-half and six and six 
and one-half. Results are compared to previous findings, 
and implications are discussed in terms of perceptual 
experiences. 
Musgrove and \Vhitesides (1973) administered the 
Stanford Achievement Test (SAT) to ninety-two second graders 
who had had kindergarten experience and sixty-eight second 
grade controls who had not attended kindergarten. All S8 
were from low socioeconomic backgrounds. Teacher ratings 
of the general social adjustment of each child were also 
obtained. Results show that (a) girls performed signifi ­
cantly better than boys on five of the six subtests of the 
SAT; (b) a Sex x Kindergarten Attendance interaction was 
significant (p .01), showing that boys with and girls without 
kindergarten experience performed better than boys without 
and girls with that experience; (c) race, kindergarten 
attendance, and Race x Sex and Race x Kindergarten Atten­
dance interactions had no effects on performance; and (d) 
nonkindergarten girls were rated as significantly better 
socially adjusted than nonkindergarten boys. It is suggested 
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that the greatest differences in academic achievement can 
be traced to sex differences. 
Nurcombe (1976) summarized Jensen's hypothesis con­
cerning genetically determined differences in intelligence 
between North American Blacks and Whites. Problems involved 
in the application of heritability statistics to I.Q. data 
were discussed. The concept of "intelligence" was reviewed 
from a cross-cultural perspective, and an alternative model 
of potential, competence, and performance was proposed. 
Questions of scientific freedom and social responsibility 
were touched upon, and implications of great debate for 
scientists and educators discussed. 
Kaufman and Hollenback (1974) divided the Wechsler 
Preschool and Primary Scale of Intelligence (\~PSI) standar­
dization sample of 1,200 four to six year olds into groups 
of 172 \~ites and twenty-eight non~Vhites at each of six age 
levels and explored into Black and White groups, the compara­
tive factor structure of '~PSI. Each correlation matrix was 
subjected to three factor analytic techniques to assess 
the stability of the structures. Each analysis for the 
Blacks and lihites produced two factors: Verbal and Per­
formance. The Black and \Vhite Verbal factors were highly 
congruent, as were the Performance factors. One may conclude 
that the abilities assessed by \VPPSI are the same-~and 
correspond closely to Wechsler l s designated scales--for both 
Black and White children. 
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Vance and Gaynor (1976) did comparisons of WISe 
scores of three groups of ten to eleven year olds (thirty 
inner-city \Vhites, thirty rural lYhites, and thirty inner­
city Blacks) which showed that the groups as a whole did not 
differ on mean Verbal, Performance, and Full Scale I.Q.s. 
Significant differences were found between Verbal scores of 
Black males and females (females higher), between Black 
females and lVhite rural females (Blacks higher), and between 
Black males and '~ite rural males (Blacks higher). 
Lowe and Karnes (1976) obtained I.Q. scores from the 
Lorge-Thorndike Intelligence Test and the Revised WISe for 
forty-five Black disadvantaged elementary school children 
who had attended Head Start programs before entry to public 
school. Although the scores were significantly correlated, 
the tests yielded significant differences between the means, 
with the Lorge-Thorndike consistently overestimating the 
WISe Full Scale I.Q. 
Kaufman (1976) examined discrepancy scores (Verbal 
I.~. minus Performance I.Q.) for the WISC-R, using the 
standardization sample--lOO boys and 100 girls at each of 
eleven age levels between six and one-half and sixteen and 
one-half years (2,200 88). The occurrence of significant 
discrepancy scores (Verbal--Performance and Performance-­
Verbal) was not significantly related to age, sex, or race, 
although significant relationships were obtained with both 
parental occupation and intelligence level. The mean absolute 
discrepancy score (regardless of sign) was about ten I.~. 
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points for each age group, for boys and girls, for Blacks 
and \~ites, and for the different occupational groups. 
Discrepancy score norms (cumulative distributions) were 
presented by intelligence level and were interpreted in te~s 
of their clinical significance. Several of these findings 
closely parallel results of a study of the 1949 WIse by 
Seashore. 
In a study by Covin and Covin (1976), correlations of 
.91, .87, and .92 were computed between the Peabody Picture 
Vocabulary Test (PPVT), Form B, and WArS Verbal, Performance, 
and Full Scale I.Q.s, respectively, for fourteen lVhite and 
sixteen Black sixteen year old public school students. The 
PPVT seemed to be more related to the WArS Verbal and Full 
Scale I.Q.s than to the WAIS Performance scale. Correlations 
for stratified samples by race were also computed. 
Chermak (1976) reviewed the deficit theory and the 
difference theory of linguistic competence. Evidence was 
presented as support for the notion of linguistic differences 
between the dialect of Black children and that of the majority 
society. Implications for educational methods were dis­
cussed, culminating in a proposed nt'-lo-way" bilingual 
approach. The difference and deficit viewpoints and the 
proposed approach were applied to the testing, education, 
and social functioning of congenitally deaf children. 
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Butler and Coursey (1976) tested for cultural bias in 
the Bender Visual ~lotor Gestalt Test. Ss were seventy-two 
Black and '~ite hospitalized male patients, diagnosed as 
either brain damaged or psychiatric, and individually 
matched by diagnosis, age (fifteen to fifty-five years), 
education, and I.Q. Bender protocols were scored by the sys­
tems of both Pascal and Suttel! (1951) and Hain (1963). Data 
were analyzed both with and without epileptic SSe No race 
effect appeared except for the Pascal-Sutte!l system with 
nonepileptic Ss, for which Blacks scored significantly better 
than \Vhites. Neither system successfully discriminated 
organic from nonorganic Ss, either with or without epileptic 
SSe It was suggested that these scoring techniques are of 
little or no value in diagnosing borderline cases. 
Covin and Hatch (1976) compared the WISe I.Q.s 
of fifteen male and fifteen female '~ites and fifteen male 
and fifteen female Blacks. Mean I.Q.s on the Verbal, Per­
formance, and Full Scale for Blacks were 69.68, 69.92, and 
66.91, respectively; these were significantly lower than 
the respective averages of 79.80, 79.80 and 79.50, for 
lNhites. Means, standard deviations, and ts for stratified 
samples by sex and race are also reported. 
Hall, Huppertz and Levi (1977) recorded in-class 
behaviors of eighty seven to eight year old boys equally 
divided by race (Black and lVhite) and social class (middle 
and lower). Ss were administered the Peabody Picture 
Vocabulary Test, the Raven Coloured Progressive ~fatrices, 
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and the Test of Basic Experience. The three observers 
compiled and used a list of behaviors judged to be all-inclu­
sive of what occurs in normal classroom activity. No dif ­
ferences were found between groups in percentage of time 
attending. Although there were social class and race 
differences in achievement and intelligence test scores, no 
relationship was found between attending and these variables. 
Finally, there was a significant correlation between the in­
telligence and achievement test scores but no evidence that 
the relationship was different for the different groups. 
Jensen (1971) proposed a Sex X Race interaction in 
cognitive ability to account for similar differences on 
measures influenced by ability. Recently, Humphreys et al 
(1976), analyzing one data source, concluded that sex 
differences themselves may account for a Sex X Race inter­
action. The Humphreys et al study, however, involved a 
possibly biased sample with limited ranges of socioeconomic 
status (SES), an important element in Jensen's proposal. 
The present investigation analyzed three sources of data: 
(a) the standardization sample for the WISC-R (1,870 "~ite 
and 305 Black six to sixteen year olds); (b) Project 
TALENT (3,371 White and 208 Black ninth graders); (c) Educa­
tional Quality Assessment of the State of Pennsylvania 
(152,944 fifth, eighth, and eleventh graders--95 percent 
~lliite). Analysis failed to reveal a Sex X Race or Sex X SES 
interaction. It was suggested that Sex X Race differences 
in income, education, and so on could be the result of racially 
related sex role expectations or cultural prejudice. 
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Hirshoren and Ambrose (1976) examined the utility of 
the Wepman Auditory Discrimination Test (WADT) with southern 
Piedmont children, and studied the effects of this dialect 
on the auditory discrimination of Black and iVhite primary 
school children. Results showed that these Ss, regardless 
of race, made more errors in auditory discrimination than 
was anticipated from the WADT norms. 
Smith, Hays, and Solway (1977) obtained Culture Fair 
Intelligence Test and WISC-R scores from fifty-one delinquent 
juveniles (mean age 14.9 years) of Black, 'Vhites, and 
Mexican-American background. Comparison of mean scores on 
the two tests for minority and \ihite juveniles demonstrated 
the Culture Fair to be less culturally biased than the 
1-'IISe-R. on ANOVA tllere l\[aS a significant difference due to 
ethnicity and test used, and a significant interaction of 
those two factors. The interaction was due to the eleva­
tion of the scores of minority juveniles on the Culture Fair 
compared with WISC-R scores. Correlations between the WISe­
R scores, subtest scale scores, and Culture Fair scores were 
significant, which provides further validation of the ,vISe-R. 
In 1975, lvatkins, Cowan, and Davis examined the effect 
of race, both independent of, and interacting with, education 
as a determinant of psychiatric diagnosis, using 351 Black 
and 338 \~ite first and second admissions to a psychiatric 
facility. Assessment of Sst educational levels indicated 
that 215 lVhite 5s were well educated (twelve years and 
above) and 123 were poorly educated (eleven years and below). 
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One hundred eighty \~ites and 171 Blacks were well educated. 
Results indicate that Black patients received a significantly 
higher proportion of schizophrenic diagnoses. This dif ­
ference remained at all educational levels, which suggested 
that in some cases, diagnosis is a function of racial group 
rather than purely of social class and its attendant factors. 
I.Q.s on the Peabody Picture Vocabulary Test for 106 
males thirteen to sixteen years old and of lower class status 
were related to WIse I.Q.s (assessed by student examiners) 
in three different ranges (80-89, 70~79, Below 70) as a 
function of race (Condit, Lewandowski, and Saccuzzo, 1976). 
Both group and individual results were consistent with pre­
vious data showing that the Peabody scale generally over­
estimates the I.Q.s of retarded SSe Present results, how­
ever, also indicated that the Peabody tended to underest~ate 
the I.Q..s of thirty-four "Dull Normal u SSe Thus, there 
appears to be an interaction between the Peabody, the WISe, 
and I.Q. level. Individual analysis corroborated the group 
analysis in that 77 percent of the twenty-six Black Ss and 
93 percent of the fifteen White Ss in the range below 70 
I.Q. obtained Peabody scores which overest~ated Full Scale 
,,-lISe I.Q..s. In the Dull Normal I.Q. range, the Peabody 
underest~ated V1ISC performance for 89 percent of the 
eighteen Black 55 and 81 percent of the sixteen lVhite SSe 
'~len the Wechsler mean I.Q. for both Blacks and \Vhites was 
between 60 and 83, the Peabody tended to produce a mean 
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I.Q. score between 70 and 78. It was concluded that the 
utility of the Peabody in estimating the Wechnsler I.Q. of 
juvenile offenders is of doubtful value. 
Kaufman and Kaufman (1973) compared matched groups 
of Black and 'Vhite children on the new McCarthy Scales of 
Children's Abilities. Using the standardization sample 
as the data source, 148 matched pairs were obtained. These 
were grouped as follows: ages two and one-half to three and 
one-half (n=43), four to five and one-half (n=60), six and 
one-half to eight and one-half (n=45). Blacks and \Vhites 
did not differ significantly on any of the cognitive 
scales at ages two and one-half to three and one-half and 
four to five and one-half, although at ages six and one-half 
to eight and one-half the \Vhites scored slightly higher. 
The Blacks scored significantly higher on the ~fotor Scales 
at ages four to five and one-half but there were no dif ­
ferences at other ages. 
Hartlage and Lucas (1976) administered the Bender 
Gestalt Test and Developmental Test of Visual-~fotor Integra­
tion to fifty-eight Black and thirty-three v/hite ten and 
one-half year olds (mean I.Q., 81) of comparable socioeconomic 
class. WISe, Peabody Picture Vocabulary Test, Raven Pro­
gressive Matrices, and \vide Range Achievement Test scores 
were correlated separately for each racial group. No test 
appeared to have unique value in helping alleviate possible 
racial differences in test performance, correlated with 
achievement test scores at levels exceeding correlations of 
the WIse with such scores. 
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Warmorale and Bro\~ (1977) investigated the Bender Gestalt 
performance of seventy-four non-midd1e-c1ass '~lite, forty-seven 
Black and seventy-four Puerto Rican children in the first and 
third grades. The developmental lag found in the Black Ss sup­
ported previous research findings that were generalized to include 
Puerto Rican children. The Bender was found to be a valid measure 
of developmental differences for the non-~lliite groups, as al ­
ready had been established for iVhite populations. Although the 
Puerto Rican group caught up with the Vfuite group by the end of 
the third grade, the Black group did not. Data suggest that the 
Koppitz norms may be too high in the middle range and not accurate 
when differences between scores are small. 
Covin and Hatch (1977) reported differences in Full Scale 
WISe I.Q. for 300 Black and 300 \Vhite Southern six to fifteen 
year oIds, from families of low income, who were referred for 
psychometric assessment. The difference between I.Q.s of these 
Blacks and '~lites tended to increase from ages six through fifteen 
years. The Blacks tended generally to decrease in I.Q. from ages 
six to fifteen, while the Whites tended to increase in I.Q. from 
ages six to twelve and then decrease through age fifteen. 
In a study by Fredrickson (1977), four hypotheses were 
tested with preschoolers in the following order: statistically 
significant differences exist in (a) mean I.Q. between '~ite and 
Black children; (b) mean I.Q. between girls and boys; (c) inter­
action effects between race and sex; (d) mean I.~. gains for the 
same children tested one year apart. There were sixty-three Ss, 
twenty-five Black and thirty-eight \Vhite for race comparisons. 
The Wechsler Preschool and Primary Scale of Intelligence (liPPSI) 
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was administered to four and five year olds each year for three 
years, 1969-1972. The follow-up sample included thirteen 55 
tested with the WISe one year after taking the WPPSI. Results 
showed (a) nonsignificant mean I.Q. differences between Blacks 
and \Vhites; (b) significant mean I.Q. differences between girls 
and boys; (c) nonsignificant interaction effects between race 
and sex; and (d) significant mean I.Q. gains for the S8 tested 
one year apart (after entering public school classes). 
Forms 1, 2, and 3 of the ~uick Test and the WISC~R were 
administered to fifty-two Black and ten White underachieving 
72-195 month olds (Nicholson, 1977). Correlations between all 
forms of the Quick Test, the four scales of the WISC-R, and the 
subtests were all positive and significant. Correlations ranged 
from a low of.394 to a high of .790. As the mean I.Q.s for the 
WISC-R scales were only approximately five I.Q. points below the 
Quick Test means, they were not significantly different. 
Sewell (1977) compared the performance of thirty-five lower 
socioeconomic status Black kindergarten children on the Wechsler 
Preschool and Primary Scale of Intelligence (\~PSI) and the 1972 
Normal Edition of the Stanford-Binet Intelligence Scale. Con­
trary to the findings of previous investigations before the re­
standardization of the Binet, the \YPPSI was found to yield a 
significantly higher mean I.Q. than the Binet. \ihile there 
were no sex differences, significant age-related differences 
were found. Results were interpreted as suggesting that the 
\~PSI might be a more appropriate measure of cognitive ability 
for Black children of lower socioeconomic status. 
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Trotman (1977) studied whether socioeconomic status 
indicators sufficiently represent those aspects of the home 
environment relevant to I.Q. Intellectual home environment 
ratings of the families of fifty Black and fifty vn~ite middle­
class ninth grade girls were compared to the girls' Otis­
Lennon Mental Ability Test scores, Metropolitan Achievement 
Test scores, and GPSs. Despite similar standings on 
Warner's Index of Status Characteristics, there was a dif ­
ference in the intellectual home environments of Blacks and 
\Vhites. There was also a relationship between the intellec­
tual home environment and the S's I.Q. Furthermore, the 
fami1y l s environment predicted academic achievement as well 
as did I.Q. To determine the relationship of the environ­
ment to intellectual performance, researchers must measure 
the underlying process variables kno\~ to be related to 
I.~. 
The Shipwreck Test was individually administered 
to thirty emotionally disturbed preadolescent boys. A 
second administration of the test was conducted four to six 
weeks after the initial testing. The rank order assigned to 
the figures in the test by each S was highly stable across 
administrations. A subsequent analysis revealed no signifi ­
cant differences between Black and \Yhite 58 (Schaefer 
and Kronberger, 1977). 
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The Peabody Picture Vocabulary Test and WISe I.Q.s 
of three groups of children from differing socioeconomic 
status (SES) levels and/or intellectual levels were compared 
by Hatch and Covin (1977). For the total sample of sixty­
seven, correlations of .88, .88, and .91 were obtained between 
the Peabody and WISe Verbal, Performance, and Full Scale 
I.Q.s, respectively. The Peabody I.Q.s correlated .74 with 
the WISe Full Scale for the middle-range of intelligence 
(kindergarten). Those of higher SES in a child study cen­
ter showed the highest correlation .57 between Peabody and 
WISe Performance Scale I.Q.s. For more deprived children 
from Headstart, I.Q.s on the Peabody and WISe Verbal Scale 
correlated .63. 
Muschinske (1977) noted that, although Hall was a 
sign.ificant educational reformer during the progressive 
era, a founder of various journals in psychology and pedagogy, 
a prolific writer, and the individual who brought Freud 
and Jung to the United States, his ideas on the education 
of non-lVhites were, for his period, quite conventional. 
Unlike those of some of his contemporaries, Hal1 1 s racial 
ideas were not overtly vicious. He argued that non-\'Yhites 
were the children of the human race and that their education, 
like that of children of particular ages, should be based 
on an understanding of their indigenous culture and in­
herent capabilities. This argument, although reformist in 
tone, supported a policy of non-\Vhite subservience. 
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Page and Locke (1977) investigated the physical and 
intellectual differences in the home environment of Xhosa 
and lVhite children. Data suggested that the interaction 
of touch and vision in situations of sensory conflict and 
the development of dominance may be different in children 
from these homes. In the present study, seventy-two 
Xhosa (Black and fifty-six lVhite male five to thirteen year 
olds) were tested on apparatus which created a conflict of 
tactual and visual judgment about the perceived size of 
the stimulus. Xhosa and White S5 performed similarly ex­
cept when tactual judgment was allowed. The Xhosa group 
was less influenced by touch. It was concluded that for 
children, touch and vision contribute equally to the resolu­
tion of sensory conflict when both senses are active in size 
judgments. When only one mode is allowed for judging, the 
resolution was biased toward this mode. This outcome is 
different from that of experiments with adults and has 
implications for theories derived from those outcomes. 
Covin (1977) administered the Slosson Intelligence 
Test (SIT) and the Peabody Picture Vocabulary Test (PPVT) 
one to four weel<s prior to administration of the lVISC-R to 
sixty-five Black and lVhite six to fourteen year olds. 
Results suggested that PPVT and SIT I.Q.s are not directly 
comparable to the 'V"ISC-R I.Q. s when the moderate to low 
correlation coefficents are considered. Also, the SIT 
appears to be more comparable to the WISC-R than does either 
Form A or Form B of the PPVT. 
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Bradley, Caldwell, and Elardo (1977) compared an 
environmental process measure (Home Observation for Measure­
ment of the Environment Inventory - HOME) and socioeconomic 
status (SES) measures in terms of their relations with 
Stanford-Binet Intelligence Scale I.Q. at three years of age. 
Separate analyses were made for sixty-eight Blacks and 
thirty-seven '¥bites and for males and females. Results in­
dicated that the HO}ffi measure predicted I.Q. as well as a 
combination of Ho~m and SES measures, whereas there was some 
loss in predictive power when SES was used by itself 
(especially in the case of Blacks). It was concluded that 
HO~m appears to be a more accurate index of environmental 
quality across groups than does SES. 
Covin and Hatch (1977) reported differences in WISC-R 
Full Scale mean I.Q.s by age (six to fifteen years) for 931 
lower-class standard-English-speaking southern children. Black 
children and \~~ite children tended to have similar mean I.Q.s 
at age six. By age nine, the differences in mean I.Q. be­
came distinct, and increased with age. The mean I.Q. of 
Blacks declined after age eight, while the mean I.Q. of 
the lihites remained about the same or increased after age 
eight. 
In a study by Qazi, Mapa, McGann, and Woods (1977) 
to investigate whether the phenotypic resemblance of Down's 
syndrome patients of different racial origins extended to 
include their dermatoglyphic characteristics, comparisons 
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were made of dermal pattern frequencies on digits, palms 
and hal1ucal areas of White, Black, and Japanese patients 
and matched controls, fifty Black patients and 200 unrelated 
matched controls were residents of New York City. For 
comparison, published data on dermatoglyphics of DO\~IS 
syndrome patients of \Vhite and Japanese ancestry were 
utilized (Walker, 1958, and Beckman et aI, 1962; and 
Shido et aI, 1969). Results showed similarities in fre­
quencies of digital whorls and ulmar loops in patie~ts of 
all racial groups; of patterns in hallucal, thenar/I, 2nd, 
and 3rd interdigital areas in lVhite and Black patients; and 
of hypothenar patterns and tit triradii in Japanese and 
Black patients. The frequencies of the digital arches and 
remainder of the palmar configurations in patients of all 
three racial groups showed significant, though often smaller, 
differences than those found in their controls. 
Vance and Wallbrown (1978) obtained a hierarchical 
factor solution on WISC-R subtest intercorrelations for 150 
Black children and adolescents (six years, two months to 
fifteen years, eleven months of age) referred to a community 
agency for psychological assessment. Factorization was 
controlled by specifying the extraction of two primary 
factors and allowing for one higher-order factor. The 
factors thus obtained not only provided a parsimonious 
account of the common variance in the WISC-R subtests, but 
also indicated an ability arrangement congruent with Vernon's 
(1950) structural paradigm. The ability hierarchy included 
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a relatively weak general g factor defined by a pattern of 
positive loadings from all WISC-R subtests. At the primary 
level, there was almost complete bifurcation between the 
verbal and performance subtest, with the former defining 
a verbal-educational (v:ed) factor and the latter defining 
a spatial-perceptual (k:m) factor. Findings suggested that 
the basic ability dimensions are the same for referred 
Black children as they are for referred l1hites and no~als 
in the standardization sample. 
The sex and minority status of 355 students referred 
for psychological services from a random sample of elementary, 
junior high, and senior high schools in an urban school 
system were examined by Tomlinson, Acker, Canter and Lind­
borg (1977) in relation to the frequency of referral, type 
of problem, and the nature of subsequent psychological ser­
vices. Minority Ss were identified as 127 Black Americans, 
forty-two native Americans, and five Orientals. A signifi­
cantly higher percentage of both minority students (48 per­
cent) and males (68 percent) were referred for psychological 
services; males were referred approximately twice as often 
as females. \Vhen referral problems were characterized as 
either academic or behavior problems, there were no dif­
ferences between majority and minority students nor between 
males and females on percentage referred for each type of 
problem. Parent contacts were made significantly more often 
for majority students and for females, and recommendations 
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to parents of majority students were more varied than those 
made to parents of minority students. Special Education re­
source services were recommended significantly more often 
for minority students. Possible reasons and implications of 
these findings were discussed. 
Schilit (1977) compared the reactions of twenty 
Black and twenty \fllite randomly chosen university students 
to selected questions on mental retardation via a ten-item 
questionnaire. Results showed a general concurrence between 
Black and \Vhite 55 on all except two questions, which 
concerned: (a) the influence of the environment; and (b) 
the economic employment potential of mentally retarded per­
sons. 
~1artin, Sewell, and Manni (1977) described two 
studies in which the visual-motor integration of fifty-six 
female and fifty-one male preschoolers (mean age 52.1 months) 
who varied in terms of race and socioeconomic status was 
assessed using the Beery-Buktenica Test of Visual-Motor 
Intergration (\~II). An analysis of covariance revealed 
that there were significant main effects for race, sex, and 
socioeconomic status. Since, at the three and four year 
level, the V1~iI was normed only on lVhite suburban children, 
results of the present study seemed to indicate the need 
for norms for Black children at the preschool level. 
A study by Korger (1973) examined three questions: 
(1) '¥hat is the effect of Black English on the auditory 
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discrimination performance of lower class Black children? 
(2) What is the effect of training on the auditory discrimi­
nation performance of lower class Black and lower class \Yhite 
children? (3) \Vhat is the relationship of auditory discrimi­
nation performance to reading achievement? 
The Wepman Auditory Discrimination Test and Supplemen­
tary Auditory Discrimination Test were administered to sixty 
low BES Black and sixty low SES White first grade children, 
randomly selected and assigned to one of the two treatment 
groups of trained/untrained. The untrained children received 
the standardized instructions presented in the Wepman manual. 
The trained children were given guidance in the use of the 
terms nsame l1 and "different" as well as practice with final 
consonant discriminations. Reading achievement was measured 
by means of the Stanford Achievement Test (Word Reading and 
Paragraph Meaning) and by means of two oral reading tests 
constructed by the author--Reading Tests A and B. The 
Slosson Intelligence Test and Goodenough-Harris Draw-A-Man 
Test were also administered. 
An analysis of covariance for the thirty tldifferent" 
Wepman items, with I.Q. as covariate, indicated that the 
Black children scored significantly lower than the lVhite 
children, irrespective of training. At the outset of the 
study, four possible sources of bias against the Black English 
speaker in the thirty "different" items lvere identified: 
(a) the final (0 -f/ -v) pairs; (b) the final stop pairs; 
(c) the individual item pen-pin; and (d) the "miscellaneous" 
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final consonant pairs. Analyses of covariance indicated 
that (1) the Black children scored significantly lower than 
the \~lite children on (a), (b), and (c); (2) that the 
difference approached significance on (d); (3) that there 
,~ere no significant differences between the Black children 
and vfuite children on any other groups of items. These 
results were interpreted as an indication that Black English 
is in part responsible for the poor performance of low SES 
Black children on the Wepman Test. 
With respect to training it was found that on the 
thirty "different" \~lepman items, the trained children 
scored significantly higher than the untrained children. 
The adjusted mean of the \ihite trained group was adequate 
while that of the ~~ite untrained group was inadequate. 
Consequently, it was concluded that low SES '~ite first grade 
children are not udeficient" in auditory discrimination ability. 
The adjusted mean of the Black trained group, although 
higher than that of the Black untrained group, still did not 
reach the adequate level--a further indication of the effect 
of Black English. The training effect on the Wepman test 
was greater for the final than the initial consonant pairs. 
In addition, for the thirty 1fdifferentU pairs and for the 
thirteen final consonant pairs, training helped the Black 
children and White children to an equal extent. However, 
for the six final stop pairs, training helped the Black chil ­
dren more than tl'1e lfuite children. 
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The analyses of covariance for the Supplementary 
test indicated that on the "dialect" pairs (homonyms in 
BlacI{ English) an,l "miscellaneous tf final consonant pairs, 
the Black children scored significantly lower than the \Vhite 
children; on the "contrast" pairs (l1.eard as contrasting 
words in Black English) there was no difference in performance 
between the Black children and \Vhite children. These 
results indicated that the difficulties which Black English 
speakers experience in discr~inating word pairs are pre­
dictable and related to the phonological system of Black 
English. 
The following relationships were found between 
auditory discr~ination performance and reading achievement 
for the \~Lite children: For the untrained children, \vep­
man performance predicted performance on the reading tests 
pr~arily evaluating word recognition (Stanford Word Reading 
and Reading Test A), even with the effect of I.Q. controlled. 
The results for the trained group were not as clear since 
the correlation between the Wepman test and Reading Test 
A--with I.Q. held constant--was significant while that 
between tIle 'vepman test and Stanford 'vord Reading was not. 
The Stanford Paragraph Meaning subtest was found to be re­
lated to the Wepman test to a lesser extent than the word 
recognition tests. With the effect of I.Q. controlled, 
neither the correlation for the trained nor the untrained 
group was significant. 
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For the Black children--both trained and untrained--
Wepman performance predicted performance on the reading 
tests which primarily evaluated '\Tord recognition (Stanford 
Word Reading and Reading Tests A and B, ev"en \iith the 
effect of I.Q. controlled. On the other hand, with I.Q. 
held constant, the correlation between the Wepman test and 
Stanford Paragraph l~-1eaning ''las not significant for either 
the trained or untrained group. These results, along with 
the conclusions arrived at earlier that Black English affects 
the Wepman performance of low SES Black children, were inter­
preted as an indication that Black English has an influence 
on the acquisition of word recognition skills by low SES 
Blaclc children. 
The primary purpose of a study by Ryan (1973) was 
to in~/estigate the relationship between tl1.e lvISe and 'VRAT 
scores of selected \Vhite and Negro children. The secondary 
purpose of the study was to identify and describe any 
differences between either the WISe or '~T subtest scores. 
Subjects were 612 children from the public schools 
of northeast ~lississippi who had been referred for psycholo­
gical examination due to difficulties in their school work. 
There ,.,rere 119 \Vhite boys, sixty-four 'illite girls, 271 
Negro boys, and 154 Negro girls in the group. The children's 
ages ranged from six to five years to fifteen to eleven 
years and their I.Q.s ranged from 46 to 85. 
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The tests used in the study were the WIse and the 
lVP~T. The children had been screened for possible placement 
in special classes for the E~IR within the past three years. 
Complete WIse and \vRAT records were available for all subjects. 
The WISe records included the ten subtest scores, VI~, PI~, 
and PSIQ. The WRAT grade placement ratings in reading, 
spelling, and arithmetic were converted to standard scores 
for statistical analysis. 
The study sought to ans,~er three major questions. 
(1) Does knowledge of race, sex, age, and I.~. as measured 
by the ivISe, individually or collectively, increase the pre­
dictability of liRAT scores? (2) Is there a relationship 
between race, sex, age, and the interaction of race, sex, 
and age and liRAT scores when I.Q. is controlled? (3) Are 
there significant differences between either the WIse or 
'~~T subtest scores when race, sex, age, and I.Q. are con­
trolled? 
The data were processed by computer using a standard 
multiple linear regression program. The results of the 
statistical analyses provided evidence to support the 
following answers to the three major questions. 
Knowledge of race, sex, age, and I.Q. as measured 
by the WISe, both individually and collectively, increased 
the predictability of '~T scores. The best individual 
predictors of liRAT scores were age and I.~. Race and sex 
were statistically significant predictors of \iRAT scores 
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but the very small amounts of variance accounted for made 
the findings of little practical importance. The best 
collective predictors of liRAT scores were age, VI~, and PIQ. 
Race had an independent relationship for all combina­
tions \'Vith sex, age, l.Q.. and VfRAT scores. Sex also had 
an independent relationship for all combinations with race, 
age, I.Q. and \~T scores. There was a strong interaction 
or overlap between age and I.Q. and 'iRAT scores. 
There were significant differences between the WIse 
subtest scores of \Vhite and Negro boys and girls. Signifi­
cant bet\~een and lvitl1in group differences were found on 'vIse 
VI~ and PIQ for all groups. The largest differences were 
between the PSI2 of '~ite boys and Negro girls. There were 
no significant differences bet\veen '''RAT scores. 
The following conclusions were drawn from the 
findings. 
1. There lv-ere no differences of appa.rent practical 
utility between the WISe scores of ~~ite and Negro children 
so separate norms by race and sex are not necessary. 
2. The scale score tables in the \vISC manual did 
not remove the age effect for the population studied. 
3. The WISe predicted liRAT performance of \Vhite 
and Negro children equally well except for a slight tendency 
to either overpredict for lfuite boys or to underpredict 
for Negro girls. 
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4. There was a marked relationship between race 
and sex in 'vISe subtest scores. 
5. Information other tIlan race, sex, age, and I.Q. 
as measured by the 'vIse were required to accurately predict 
WRAT scores for the population studied. 
Further study was recommended to discover the source 
of unexplained variance and the reason for the age effect 
on both \fISC and \VRAT scores. 
Perry (1972) examined racial characteristic differences 
in oral language on the Peabody Picture Vocabulary Test 
scores, parts of speech, and average sentence length among 
Black and Caucasian intermediate educable mentally retarded 
pupils. 
A scwlple of ninety-six educable mentally retarded 
students from ten educable intermediate classes with an 
enrollment of 128 students in a mid-western urban city public 
school system was examined. The total sample consisted of 
forty-two Blacks and fifty-four Caucasians, fifteen Black 
females, twenty-three Caucasian males as classified by 
school records, ranged in age from ten to thirteen years, 
with an intelligence quotient (I.Q.) of 55 to 80. Those 
students with gross physical or emotional handicaps as 
judged by the child's teacher, I.Q.s under 55 or over 80, and 
chronological age under ten or had reached their fourteenth 
birthday were excluded from the sample. 
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The results disclosed the following: 
1. The difference between Black and Caucasian edu­
cable mentally retarded intermediate pupils on the Peabody 
Picture Vocabulary Test mean scores was found to be signifi ­
cant on the mean I.Q. scores. 
2. The difference between Black and Caucasian edu­
cable mentally retarded intermediate pupils was significant 
on all parts of speech with the exception of adverbs, 
conjunctions and adjectives. 
3. The difference between Black and Caucasian edu­
cable mentally retarded intermediate pupils was significant 
on average sentence length. 
A significant difference was shown on incomplete 
sentence patterns. There were many more partial expressions 
used by each group. 
Based on the findings of this investigation, the 
conclusions were as follows: 
1. There was a significant difference between 
Black and Caucasian educable mentally retarded intermediate 
pupils on the Peabody Picture Vocabulary mean score. The 
data allowed for a comparative inspection between the total 
mean score of l.Q. (high 72-80, medium 64-71, low 55-63) 
levels. There was very significant difference in I.Q. 
medium level. The Black students' I.Q. scores were higher 
than the Caucasian students'. 
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2. There was a significant difference between 
Black and Caucasian educable mentally retarded intermediate 
pupils in total proportional production on parts of speech. 
The report indicated more nouns, verbs and prepositions 
used by Black students than Caucasian students. 
3. There was a significant difference between Black 
and Caucasian educable mentally retarded intermediate 
pupils in the average sentence length. A significant dif­
ference was shown on incomplete sentence patterns. There 
were many more partial expressions used by each group, but 
the Black students used more complete and incomplete 
sentences. 
The subject of intelligence testing has stimulated 
a great deal of research, with a recent focus on comparative 
studies of different ethnic groups. ~·luch of the available 
research indicates that the Negro child scores below the \Vhite 
child on both intelligence tests and achievement tests. 
Other research indicates that the personality profiles of 
Negro and '~ite children differ. A study by Wyatt (1972) 
was conducted to investigate further the differences between 
Negro and vfuite children in intelligence test, achievement 
test and personality test performance. On the basis of the 
available literature, se~eral hypotheses were made. It was 
hypothesized that the Negro children would score lower than 
the w~ite children in I.Q., and in achievement test scores. 
It was also hypothesized that there would be a significant 
difference in the Negro and \Vhite personality profiles. The 
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hypotheses also stated that some personality traits would 
be better predictors of achievement and intelligence test 
performance than others and that these personality traits 
would be different for Negro and \Vhite children. 
The subjects for the study were 109 fourth grade 
pupils from two inner-city schools. The occupations of the 
parents placed the subjects in the lower socio-economic 
class. Of the 109 subjects, thirty-seven were \~ite male, 
thirty-five were ~~1ite female, nineteen were Black male and 
eighteen were Black female. The children had all received 
the following battery of tests through the schools' testing 
program: the Lorge-Thorndike Intelligence Scale; the 
Comprehensive Test of Basic Skills (CTBS--an achievement 
test); and the IPAT Children1s Personality Questionnaire 
(CPQ). The scores of these tests were acquired and subjected 
to two methods of statistical analyses. A multivariate 
analysis of variance was conducted to determine the dif­
ferences between the sexes, the schools and the races in 
the three types of test scores used. ~lu1tiple regression 
analysis was used to determine those personality traits 
that best predict performance on I.Q. and achievement 
tests. 
Those results reaching significance are discussed 
below. In regard to sex differences, girls were found 
to score significantly higher than boys in the language sub­
test of the achievement test. On personality measures, 
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boys showed more ego-strength and appeared to be more 
adventurou s than the girls, significance being obtained for 
both traits. 
In regard to race the only significant difference found 
was in achievement. The lVhite children scored significantly 
higher in the arithmetic tests while the Negro children 
scored significantly higher in the language spelling subtest. 
The multiple regression analysis yielded several 
significant regression equations. In the prediction of 
achievement for the male Negro student, it was found that the 
more individualistic the child, the lower the achievement 
score. No significant regression equations were obtained for 
the female Negro, female \Yhite nor the male 'Yhite subjects. 
In the prediction of Verbal I.Q., self-confidence was a con­
tributing trait for both male and female White subjects. 
However, with the female, the trait of polished sophistica­
tion tended to lower Verbal I.Q. With the male Negro, it 
was found the more will-power and control exerted, the lower 
the I.Q. This may be emphasizing the importance of coopera­
tion in test performance. Regarding the personality traits 
that best predict Performance I.Q., for the \ihite male sub­
ject, the more esthetically sensitive the boy, the lower the 
Performance I.Q. whereas confidence had a positive relation­
ship to Performance I.Q. For the White female subjects, 
three traits significantly contributed to Performance I.Q.; 
being natural (as opposed to sophisticated), being outgoing, 
and being tense. With the Negro male subject the contributing 
traits were being sociable, being group oriented and being 
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aggressive. No significant regression equations were ob­
tained for the Negro female subjects. 
In order to gather data bearing on the effects of 
ethnic group membership on patterns of mental abilities, 
195 sixth through twelfth grade Black, White and Jewish 
children, and fifty lihite and Black junior college students 
were administered two versions of the Primary Mental Abilities 
Test (Rivers, 1970). It was hypothesized that each ethnic 
group would be characterized by a different pattern of men­
tal abilities and secondly, that these pattern differences 
would remain stable over age and grade levels. Multiple 
Discriminant Analysis showed that each ethnic group produced 
relatively unique patterns at each grade level and that 
these differences were maintained with increasing school 
experiences. Graphic Analysis showed that even though each 
group displayed unique patterns, these patterns were in 
part, somewhat inconsistent in configuration from one grade 
to the next. 
These results were consistent with the findings of 
earlier studies concerned with the same general problem. 
It was concluded that differential-reinforcement within 
ethnic groups was productive of the differences between 
ethnic groups. 
Walsh, DIAngelo and Lomangino (1971) evaluated 
the performances of 178 male and 174 female Negro and 
Puerto Rican Head Start children in New York City on the 
Vane Kindergarten Test. Results indicate a differential pat­
tern in performance as a consequence of age, sex, and race. 
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Dusewicz and Higgins (1971) described an experimental 
academic preschool enrichment program for thirty-six dis­
advantaged Black children. Results indicated significant 
gains on the SlosBon Intelligence Test and the Peabody 
Picture Vocabulary Test but not on the Vineland Social 
Maturity Scale. 
Cicirelli (1971) presented data based on the Illinois 
Test of Psycholinguistic Abilities (ITPA), on the performance 
of disadvantaged first, second and third graders who were 
subdivided into Caucasian, Negro, and Mexican-American 
groups. Intercorrelations among the subscores of ITPA 
and correlations between ITPA and the Metropolitan Readiness 
Test and the Stanford Achievement Test were given. Varia­
tions in the ITPA profiles for the various subgroups were 
described. It was concluded that the strongest abilities 
of the children correlate the least with achievement and 
readiness. 
Oakland, King, White, and Eckman (1971) analyzed 
data from two studies on a comparison of performance on 
the Wechsler Preschool and Primary Scale of Intelligence 
(WPPSI), WISe, and Stanford-Binet Intelligence Scale (SB) 
with preschool children. Ss were twenty-nine Negro Head 
Start students and twenty-four Caucasian kindergartners. 
Negro S8 obtained lower mean I.Q.s supporting results from 
other studies on a tendency of lower socioeconomic status 
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(SES) Negro children to perform below the mean on the '~SC. 
The three tests did not appear to be interchangeable, as 
the WISe and the SB tended to yield a higher I.Q. than the 
\VPPSI with lower SES Negro children. Results with the 
Caucasian 5s suggested that the \iPPSI more closely approxi­
mates the SB than the WISe. The SB appeared to be more 
closely associated with abilities measured by the Verbal 
scores of the WPPSI and WISe than with their Performance 
scores. 
To investigate whether preschoolers of different 
social classes find action and object words (i.e., verbs 
and nouns) equal in difficulty, thirty-nine lower socio­
economic class (LSES) and forty middle socioeconomic class 
(lt1SES) Blaclc children were tested by Jeruchimowicz, Costello, 
and Bagur (1971) on the Peabody Picture Vocabulary Test. 
LSES S8 made a significantly higher proportion of errors 
on action than on object words, whereas MSES S5 showed no 
difference. Both on verbs and nouns, the proportion of errors 
made by LSES Ss was significantly higher than by MSES Ss. 
However, there were no social class differences in the pro­
portion of action concepts in the speech sampled. It was 
concluded that LSES and MSES S8 may not be significantly 
different in their tendency to use dynamic concepts or in 
having experienced them, but may be deficient in labels for 
many action concepts which they already have. 
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D'Angelo, Walsh, and Lomangino (1971) administered 
the Vane Kindergarten Test (VKT) to 225 forty-eight to seventy­
one month old Negro children enrolled in a Head Start program. 
Negro girls tended to score higher than boys on all measures 
in the two youngest age groups. other sex and age findings 
were noted. Use of the VKT with children below the age of 
fifty-four months is questioned. "Further study is sug­
gested to detenmine whether absence of expected findings is 
due to limitations in the Vane's discriminatory value or to 
general change in the mode of Negro functioning n (p. 82). 
Costello and Ali (1971) administered the standard 
and a modified form of the Peabody Picture Vocabulary Test 
to thirty-six four to five year old Black preschoolers and 
thirty-one four to five year old Head Start students in a 
partial replication of Milgram and Ozer's study (see PA, 
Vol. 41:13597). Test-retest correlations over a two week 
period for the preschoolers was .77 for the standard Peabody 
test; values of .87 and .80 were obtained for the modified 
format. ~uite modest validity was suggested by correla­
tions of the standard test with two other psychological 
tests assessing intellectual behaviors and with teachers l 
ratings of several classroom verbal behaviors. It was 
concluded that, while Form A of the Peabody could be used 
as a first approximation in a continuing assessment program, 




Henderson, Fay, Lindermann, and Clarkson (1973) com­
pared achievement, I.~., and other tests for effectiveness 
in predicting reading by 709 Black and lVhite seven and eight 
year old S8 in groups controlled for socioeconomic status, 
age, and duration of schooling. For pooled Ss and each 
separate group, the seven year olds1reading test predicted 
eight year olds' oral reading better than any other test. 
The battery and the reading test predicted: (a) not 
significantly differently for the pooled Blacks and 
\Vhites; (b) best for Black females; (c) poorest for Black 
males; and (d) better for pooled females than pooled males. 
Rank of I.Q. test means for a group were not directly re­
lated to predictive effectiveness. Alone, the I.~. test 
contributed to no group as much as 27 percent of the 
eight year reading test variance and accounted in the 
multiple regression for less than .04 percent of added 
variance. The I.Q. score contributed as much to the 
reading prediction for Blacks as \~ites. 
Murray, Waites, Veldman and Heatly (1973) investigated 
the patterns of I.~. scores of 2,498 delinquent boys of 
different ethnic groups on the WISe and WAIS. Variables 
examined included age, ethnic classification, Verbal I.Q., 
Performance I.~., and Full Scale I.Q. A three-factor 
analysis of variance was computed on the scores. Factors 
included ethnic group (Anglo, Black, Chicano), test-age 
level (WISe, WAIS), and subscale (verbal, performance). 
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Resul~s showed that the mean I.Q. scores of the various 
ethnic groups were spread over a fifteen-point range with 
Anglos highest and Blacks lowest. WIse scores were lower 
than WAIS scores for all groups, although the difference 
was significantly exaggerated in the Blacks. Performance 
subscales elicited higher mean scores than did verbal sub­
scales and the performance-verbal difference was twice as 
large on the WIse as on the WAIS. Blacks performed at 
about the same low level on both performance and verbal 
subscales, while the Chicanos did poorly on Verbal I.Q., but 
scored much higher (in the normal range) on the performance 
subscales. Results were discussed with reference to the 
present I.Q. controversy. 
Diener and Maroney (1974) found that although the 
Quick Test underest~ated Wechsler Adult Intelligence Scale 
(WAIS) I.Q.s at the lower ranges of intelligence, it 
approximated WAIS I.Q.s adequately as the average range was 
approached. It was recommended that a regression equation 
based on local norms be computed to min~ize the risk of 
misclassifying Black male adolescent underachievers. 
The School and Child 
Current interest in early childhood education has 
spurred efforts to produce tests of the general mental 
ability of young children that will be as productive as 
the Stanford-Binet and at the same t~e avoid some of 
its weaknesses, which have become evident over the years. 
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Results of testing one Black-American, twelve Mexican­
American, and twenty Caucasian-American children with both 
the McCarthy Scales of Children's Abilities (MSCA) and 
the Stanford-Binet Intelligence Scale provided the basis of a 
discussion of the two tests (Davis and Rowland, 1974). It 
was concluded that many workers probably will prefer the 
structure of the MSCA, and evidence is presented for the 
tentative judgment that the MSCA yields scores that parallel 
Binet I.Q.s. 
Long and Anthony (1974) indicated a number of corre­
lations between the WISe and the Black Intelligence Test 
for Cultural Homogeneity. Ss were thirty Black students 
in classes for the educable mentally retarded (E~1R). It 
was concluded that EMR students will score poorly on test 
instruments regardless of cultural specificity built into 
the instrument. 
Sewell and Severson (1975) studied the relationship 
between WISe I.~. and academic achievement (Stanford Achieve­
ment Test) in eighty-four regularly placed first grade 
Black children. Subtest scores, intercorrelations, and I.Q. 
achievement relations suggest that this sample differs 
from the WISe normative population and urge caution in the 
use of the individual subtests for diagnostic or predictive 
purposes. 
Ratusnik and Koenigsknecht (1975) found that the 
performance of a total of 144 four to five year old Black 
and White preschoolers on Goodenough's Draw-A-Man Test 
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and the Columbia Mental Maturity Scale was influenced by 
socioeconomic background and sex rather than race. \~ile 
no overall difference in I.Q. was noted between the two 
tests, analysis displayed uniformly somewhat lower scores 
by Blacks on the Draw-A-~lan Test. 
Boone and Adesso (1974) discussed B1ack-yfuite dif­
ferences on intelligence tests, and described a specific 
Black environment-oriented intelligence test. The Black 
Intelligence Test (BIT) was devised from the vocabulary por­
tion of the Shipley-Institute of Living Scale for Measuring 
Intellectual Impairment (SILS) and administered to 100 
Black and 100 \Vhite undergraduates. The hypotheses were 
supported that (a) Black 5s would have a higher mean score 
than \Vhite Ss on the BIT, and (b) there would be no positive 
correlation between BIT and SILS scores. 
From Jensen's (1969) two-level theory of mental 
disabilities (Level I: rote learning and memory; Level II: 
complex cognitive processing) it was predicted that forward 
digit span (FDS) should correlate less with I.~. than back­
ward digit span (BDS), and age and race should interact with 
FDS-BDS, with the FDS-BDS difference decreasing as a func­
tion of age and a greater \Vhite-B1ack difference in BDS 
than in FDS. The predictions were substantiated at a high 
level of significance in large representative samples of 669 
'~ite and 622 Black five to twelve year olds who were given 
the revised WISe. Socioeconomic differences accounted for 
less of the predicted effects than race (Jensen and Figueroa, 1975). 
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Miller (1975) reviewed the controversy over testing 
Black American students and discussed developments designed 
to eliminate abuses in testing minorities. Views on the 
influence of heredity on I.Q. and of schooling and mandatory 
busing on achievement were presented and criticized. Rela­
tionships between testing and Congressional legislation 
and other legal action were described. Eighteen questions 
were posed as examples of the problems involved in develop­
ing criteria for acceptable testing programs. The main 
issue was the use of test scores of Black children to ration­
alize public policy harmful to the children. 
Piley, Harris, Miller, and Rice (1975) administered 
the WISe and the Peabody Picture Vocabulary Test (PPVT) to 
159 socioeconomically deprived Black twelve to fifteen year 
olds in a special educational setting. Analyses yielded 
no significant differences between the Verbal and Performance 
sections of the WISe, and there were no distinctive subtest 
profiles discernible. Intercorrelations of the WISe sub­
tests were similar to those reported in the test manual. 
'Vhile the obtained mean PPVT I.~. closely approximated the 
mean WIse I.Q., intercorrelations between the PPVT I.~. 
and the WISe Full Scale, Verbal, and Performance I.Q.s were 
relatively low. A statistical test showed a clear cumula­
tive age deficit. 
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Albott and Gunn (1971) obtained Bender Gestalt Test 
error profiles from thirty-five Black, culturally deprived, 
first graders. The profiles, scored by Koppitzls method 
(see PA, Vol. 39:1740), were compared with the Koppitz norms 
and with data published by Henderson, Butler, and Goffeney 
(see PA, Vol. 44:4246). Results indicated that the current 
sample was significantly different in mean performance 
when compared with the norms (p - .001) but not when compared 
with the Henderson, at ale data. Additional analyses showed 
a Sex x Error type interaction, with males making more errors 
on four of the six possible error types. Ss were also 
found to have the most difficulty with Designs 4, 7 and 8. 
Error type and difficulty with particular designs were 
discussed and related. Areas of confounding were noted. 
Hawkes and Furst (1971) presented a replication and 
extension of an earlier study that investigated relationships 
between the race (and socioeconomic backgrounds) of upper 
elementary school children and their responses to items on 
the General Anxiety ~uestionnaire derived by Hawkes and Koff. 
The sample included 1,201 fifth and sixth graders attending 
eight schools representing various combinations of suburban­
urban, outer-inner city, and private-public school charac­
teristics. Findings confirmed those of the earlier study: 
Black children from predominately inner city environments 
were found to score higher (p - .001) on anxiety than their 
lVhite peers from predominately suburban environments. In 
addition, strong negative relationships (- - .01) were 
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reported between anxiety and I.Q., anxiety and achievement, 
and anxiety and teachers' ratings of pupil behavior. 
Hammill, Goodman, and Wiederholt (1971) considered 
the reliability and validity of the Developmental Test of 
Visual Perception when used with a sample of economically 
disadvantaged, predominantly Negro kindergartners (n=88) 
and first graders (n=74) from a large Eastern city. Regard­
ing reliability, test-retest and split-half procedures 
were employed; for validity the test was correlated with the 
Slosson Intelligence Test, the Metropolitan Readiness Test, 
and the Metropolitan Achievement Test. It was concluded 
that (a) the total test values alone evidence the necessary 
reliability to be used with confidence for diagnostic 
purposes, and (b) the validity of the measure has not been 
sufficiently demonstrated. 
Milgram (1971) administered annually the Stanford­
Binet Intelligence Scale and the Peabody Picture Vocabulary 
Test to twenty-seven male and thirty-two female Negro chil ­
dren in a longitudinal study from age three to eight. It was 
found that: (a) mean Binet I.Q. was relatively stable, 
while Peabody I.Q. rose appreciably; (b) the magnitude of 
the correlation between earlier and later I.Q. scores was a 
function of the interval between test-retest and age on the 
initial comparison test; (c) ratings on test-taking behavior 
yielded significant sex differences and age trends; (d) 
ratings specific to formal test performance were significantly 
correlated with I.~. scores of test taken concurrent to the 
63
 
ratings and of test taken one or more years later; and (e) 
these ratings did not, however, enhance in multiple regres­
sion the correlation which obtained for predictor and 
criterion I.Q. scores. 
Southern and Plant (1971) administered (a) the 
Information and Comprehension subtests of the Wechsler 
Preschool and Primary Scale of Intelligence, and (b) the 
Vocal Encoding and Auditory Vocal Automatic subtests of 
the Illinois Test of Psycholinguistic Abilities to dis­
advantaged children in a special preschool program and kin­
dergarten. S5 included 438 ~1exican-Americans, eighty-five 
Negroes, and ninety-two Anglo-Americans. Different patterns 
of specific cognitive and language skills were found within 
previous findings that disadvantaged children possess deficits 
in general intellectual and language abilities. 
O'Keefe (1971) administered the Goodenough-Harris 
Drawing Test to 120 fifty-four to seventy-two month olds 
from eight Head Start centers. Forty Ss were selected 
from each of three age groups, with equal numbers of males 
and females, lVhites and Blacks, in each. Age, sex, and 
ethnic group membership influenced performances. On Man 
and Woman drawings combined, performances of girls were 
significantly higher than boys, '~ite 5s scored significantly 
higher than Black Ss, and older 5s scored significantly 
higher than younger SSe No significant differences for these 
factors were found 'vhen performances on the 1rlan and l'/oman 
drawings were considered separately. 
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Roberts (1971) presented estimates of the level 
of intellectual development of children, both verbal and 
performance aspects, among six to eleven year old non­
institutionalized American children in relation to selected 
demographic and socioeconomic factors. Findings were 
based on scores obtained on the Vocabulary and Block Design 
subtest of the WISe administered to Ss in the 1963-1965 Health 
Examination Survey. A probability sample of 7,417 children 
was selected to represent the twenty-four million noninstitu­
tionalized children of this age in the United States. Ninety­
six percent were found to be closely representative of 
American children with respect to age, sex, race, region, 
and other available demographic and socioeconomic variables. 
Findings were given in terms of raw and scaled scores for 
each subtest and in the form of deviation I.~.ls based on 
the scaled scores from both subtests. Significant dif­
ferentials in intellectual development were found for all 
variables considered. The strongest association found for 
both these measures of intellectual development was a 
positive one with the socioeconomic status of the family as 
determined by either family income or educational level 
of parents. 5s living in the South significantly rated lower 
than in other regions of the country, whether 'Vhite or Black. 
lYhite Ss rated substantially higher than Blacks on both 
subtests. 55 from urban communities rated slightly higher 
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than those from rural areas. Those living in areas showing 
an above-average increase in population size between 1950 
and 1960 rated higher than those in areas of decreasing size. 
Burgess and 30hoda (1971) presented a reply to Jensen's 
response to the Burgess and Johoda criticism of Jensen's 
hypotheses concerning genetic factors and I.Q. differences 
in Blacks and ~\lhites in the United States. The authors 
insisted that they have no vested interest in proving a 
genetic or environmental hypotheses, but were interested in 
stressing that a whole gamut of human talents is found in 
all races and socioeconomic levels. They felt that it is 
unjust to treat individuals on the basis of their racial 
or social background. 
Jensen (1971) responded to the Burgess and Jahoda 
criticism of his hypotheses that genetic factors are strongly 
involved in the average I.Q. difference between Blacks and 
lVhites in the United States. Four main points were sum­
marized and the criticisms answered. In conclusion, Jensen 
stated that the preponderance of the evidence is "less 
consistent with a strictly environmental hypotheses, which, 
of course, does not exclude the influence of environment of 
its interaction '''lith genetic factors. 11 
The purpose of the McCabe (1973) study was to investi­
gate the possibility of an improved prediction of academic 
achievement among EMRs by combining scores of I.~. and 
creativity as predictors, then could be obtained by I.Q. as 
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a single predictor. If a relatively strong prediction 
equation could be demonstrated, additional information 
concerning the EMR child's ability to discern problems and 
offer solutions could be made available to special class 
teachers. 
Parameters were established in the areas of age, 
I.Q., and sex for the selection of subjects (N = 60). The 
chronological age lower limit was 10-0; the upper limit was 
11-11. All subjects had I.Q.s, as measured by the Wechsler 
Intelligence Scale for Children, ranging from 50 to 80. 
Males and females were equally represented: and all subjects 
were Black. The subjects were given the ~letropolitan 1970 
Achievement Test, Primary Battery II, Form F, and both 
the figural and verbal tests of the Torrance Tests of 
Creative Thinking (TTCT). 
Results indicated that two measures (figural elabora­
tion and figural originality) of the TTCT when combined with 
I.Q. act as suppressor variables in the multiple regression 
prediction of academic achievement test scores. It was 
also revealed that the optimal regression equation combined 
I.Q. and figural elaboration to predict best the scores 
obtained for word knowledge, word analysis, spelling, 
mathematics concepts, and problem solving. The optimal 
regression equation combined I.Q. and figural originality 
to predict best the scores obtained for mathematics computa­
tion. In the prediction of reading the optimal equation 
included only I.Q. 
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Results indicated that I.Q. was the best single 
predictor of the academic achievement test scores and that 
the predictive strength of the regression equations could 
be increased with the addition of certain measures of 
creativity. 
Summary 
From the present research stated in Chapter II, there 
seems to be an I.Q. difference between White and Black 
youths. Knowledge of race, sex, age, and I.~., individually 
and collectively, increased the predictability of scores. 
It was researched that Black children scored lower than 
the l~ite children in I.Q., and in achievement test scores. 
The writer also found that there was a significant difference 
in the Black children's and \Vhite children's personality 
profiles, and that some personality traits would be better 
predictors of achievement and intelligence test performance 
than others. These personality traits would be different 
for Black and \Vhite children. 
In light of the research just completed, Chapter III 
is a continuation of this literature. 
CIIAPTER III 
Sm~1ARY 
More minorities and especially Black children are 
enrolled in Exceptional Education Programs. The purpose 
of this research paper was to investigate this situation 
nationally and in Milwaukee. 
How Do the Nation's Norms Shape Up? 
The nation's norms seem to be typical of the fact 
that there are more minorities in Exceptional Education 
Programs, considering the number in the population. Table 1 
illustrates this. 
Is r.'lil'\'aukee Typical or Atypical of the Nation's Norms? 
Milwaukee is typical of the nation's norms. There 
~ more minorities in Exceptional Education Programs con­
sidering the number in the population. 
Table 2 * presents these statistics. 
* Statistics from Milwaukee Public Schools were 
supplied by Doctor William Malloy (Director of Exceptional 






Group Observed Expected Observed Expected x2(id) 
lIigh School 
Blacl< 56 48.36 4 11.63 16.03 
\Vhite 23 30.63 15 7.38 
Junior I'Iigh 
School 
Black 38 26.05 19 30.94 .05 
Vlhite 10 21.94 38 26.05 25.05 
Elementary 
School 
Black 81 66.97 100 114.02 
\Vhite 40 54.02 106 91.97 8.28 
Chi Square of Racial Composition of Learning Disability and Educable Mentally 
0\
Handicapped Classes at Different Educational Levels (Burke, 1978). \.0 
Table 2
 
~1ilwaukee Public Schools Exceptional Education Programs Ethnic Summary
 
Disability AIllerican B1acl<: Asian Spanish lfuite Other Total Total Total 
Indian Surname Ser- Primary Secondary 
vices Disab. Disability 
Autistic 1 27 1 0 36 0 65 64 1 
Deaf/liard 
of Hearing 1 60 2 7 150 2 222 211 11 
Emotionally 
Disturbed 17 584 0 25 526 3 1155 1123 32 
Generic 
Preschool 0 34 0 0 30 1 65 65 0 
llome and 
Hospital 1 20 0 2 34 0 57 56 1 
Learning 
Disability 39 1168 2 63 1169 8 2449 2414 35 
Physically 
Handicapped 3 129 5 15 247 4 4·03 331 72 
Program for 




0 112 0 2 10 0 124 124 0 
Speech/Lang. 43 2024 20 211 1779 19 4101 2032 2069 
Visually 
Handicapped 1 43 1 2 64 0 111 59 52 ~ 0 




The difficulty of implementation for even those 
children who are well recognized as having handicaps and 
possessing unique learning needs is only a portion of the 
future. Special attention must be directed to ensure that 
an unknown number of such children in special circumstances 
also receive the benefits of Exceptional Education. In­
cluded are American Black handicapped children who are 
located in or near our cities across the country as well 
as in usual educational communities; and those who reside 
in the acutely educationally difficult inner city or 
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